Learning to use Teaching for Personal and Social Responsibility through action research 37 38
The development of pupils' social and emotional skills in school contexts is a key priority 39 around helping pupils take responsibility for and develop skills related to the ways they conduct 141 themselves (personal responsibility) and interact with others (social responsibility). The core 142 program goals include respecting the rights and feelings of others, self-motivation, self-direction, 143 and caring. The final goal of TPSR is transfer, or the application of the values and behaviours 144 promoted in the model to other setting such as the classroom, home, or community. A format of 145 relational time (opportunities to connect positively with students on a one-to-one basis), 146 awareness talk (group discussion about student responsibilities), physical activity plan 147 (embedding student responsibilities into physical activity content), group meetings (opportunities 148 for students to express their views), and reflective time (time to self-evaluate) is offered to 149 provide some structure to each lesson (Beaudoin, 2012) and Hellison (2011) , the founder of 150 TPSR, proposed several empowerment-based instructional strategies to support teachers' 151 implementation of the model. These include leadership roles, peer-coaching, self-reflection, and 152 group debriefing sessions to guide implementation. Consequently, guided by the Deweyan framework developed by Armour et al. (2017) , the 163 purpose of this investigation was to explore the learning experiences of two teachers from 164 different secondary schools in Scotland as they engaged in their respective action research 165 projects. Both teachers used action research as a means to learn to apply TPSR in secondary levelPE to promote social and emotional learning and improve pupil behaviour. They worked with 167 researchers external to their school context to develop their research ideas and share their 168 experiences. Together they aimed to uncover the learning activities that the teachers engaged in, 169
and explore the impact that this engagement had on their learning, teaching, and the learning 170 experiences of their pupils. In doing so, we hope to illuminate the complexities of teacher 171 learning, and identify the factors that contribute to successful learning and pedagogical change. 172
Methods 173

Research Design 174
Action research projects were conducted by two PE teachers, Simon and Robert. Given 175 that the teachers in their own unique contexts were central to this process, we viewed their work 176 as parallel interpretive qualitative case studies (Stake, 1995) . Furthermore, both teachers worked 177 within a small community of practice, with their pupils, within their PE department and with the 178 two researchers, Sarah and Peter. Sarah and Peter are both experienced researchers in the fields 179 of PE, pedagogy, and teacher learning. Peter is also an expert practitioner and academic in TPSR. 180
They worked with Simon and Robert to develop their research aims and to support them in the 181 role of critical friends, in other words, to scaffold, challenge, and bring alternative perspectives to 182 their learning (Kember et al., 1997) . Sarah and Peter also brought both teachers together upon 183 completion of their respective inquiries to articulate, discuss (with the researchers and each 184 other), analyze and understand their learning experiences. Ethical permission to work with the 185 teachers was granted by the University ethics committee of their respective Institutes. 186
Participants and Setting 187
Simon. Simon (age 38 years) is a PE teacher and the curriculum leader for health and 188 wellbeing in his school, which incorporates PE and Food and Health Technology. He held this 189 position for one year at the time of his action research project. Before this, he was the principal 190 teacher of PE at the same school for four years. He taught at this school for 11 years, with a 191 teaching career of 12 years in total. The school is located near the outskirts of a major Scottishcity, with a school roll of approximately 620 pupils and four full-time teachers of PE (2 male, 2 193 female). The area that the school is located scores below the national average for indicators of 194
The idea behind Simon's inquiry emerged from discussions with his Senior Leadership 196 Team (SLT). Together, they identified six S1 boys (aged 12-13 years) to be part of a PE 197 curriculum that was positioned outside of the main school curriculum. These were boys who had 198 previously and consistently exhibited disruptive behaviors during lessons and all had been 199 excluded from the school on at least one occasion. Simon taught this class for one period each 200 week (approx. one hour) for two academic terms (13 weeks in total). He did not have a 201 curriculum to follow; his aims were to develop his understanding and delivery of TPSR and 202 understand the impact that this might have on the boys' learning experiences and behavior in his 203 lessons, and in the school more widely. 204
Robert. At the time of his action research project, Robert (age 33 years) had been 205 teaching PE for seven years, six of which were in his current school. Robert was also 206 undertaking a Master's degree, and this action research project was aligned with one of the 207 course modules and assessment. Robert was also a pupil support teacher for one day each week. 208
In this post he was responsible for communicating with pupils, parents, colleagues, and outside 209 agencies on a range of topics relating to the happiness and success of individual pupils at a 210 school level and beyond. He was also responsible for teaching Personal and Social Education 211 which incorporates a broad subject area essential for the development of life skills. The school is 212 located in the center of the same Scottish city, with a school roll of around 1,200 pupils. The 213 pupil population is very diverse at this school, with the pupils from the least and the most 214 affluent areas of the city center. 215
Robert also worked with S1 pupils. This was a co-educational class of 25 pupils within 216 which he identified eight boys who consistently demonstrated low-level, but disruptive 217 behaviors. Robert taught the class twice each week and the curriculum activity was swimming.
Prior to this, Robert taught the same class for a term of football. He used these football lessons 219 (2 each week for 8 weeks) to begin to think about how TPSR might be applied in context and 220 began to 'test' some of the strategies that he had learned from the TPSR literature, as well as a 221 TPSR CPD session that he had recently attended, which was delivered by Peter. However, the 222 focus of his professional inquiry was swimming. There were eight swimming lessons in total, 223 each lasting one hour, although this was typically reduced to 40 minutes in the pool to allow time 224 to change. Robert's aims for his class were, to a large extent, dictated by the PE curriculum at 225 this school, namely to develop stroke technique. However, like Simon, he also aimed to address 226 other issues related to his practice, TPSR, and pupil behavior and wellbeing. More specifically, he 227 aimed to critically evaluate the impact that TPSR had on pupil behavior and social responsibility, 228
and to develop his application of TPSR with a focus on investigating teaching strategies that 229 might foster social wellbeing. 230
Teacher Data Collection 231
Both teachers primarily adopted qualitative methods to gather data about their learning 232 experiences and the learning experiences of their pupils. Methods for both teachers included 233 structured and collaborative reflections, peer observations, and pupil interviews. Simon, for 234 example, was observed for eight out of the 13 lessons by Sarah, his critical friend. After each 235 lesson, a discussion took place to reflect on Simon's teaching, the boys' behavioral and social 236 responses, and any critical incidents. Notes from these meetings were typed up by Sarah and sent 237 to Simon for review. Sarah also completed a TPSR implementation checklist (Wright & Walsh, 238 2018) . This checklist addressed a range of indicators associated with quality TPSR 239 implementation including lesson format (e.g., reflection time), goals (e.g., self-direction), teaching 240 strategies (e.g., fostering social interaction), and pupil behaviors (e.g., helping others; Escartí, 241
Wright, Pascual, & Gutiérrez, 2015; Hellison, 2011) . This checklist acted as a fidelity guide for 242
Simon and Sarah to ensure that the TPSR model was adhered to as much as possible. It also 243 served as a post-teaching refection tool for Simon and helped him to plan future lessons. Robertwas observed by a critical friend, a female PE teacher in the school with two years teaching 245 experience. She had no previous knowledge of the TSPR model and she also used the 246 implementation checklist to focus her observations and guide their post-lesson discussions. In 247 addition to this, after each lesson, Robert rated and commented on his own teaching using the 248
Tool for Assessing Responsibility-based Education (TARE; Wright, 2016) . He did not use the 249 TARE to objectively measure his teaching behaviors. Similar to Simon, he used it to identify, 250 reflect and self-evaluate his teaching practices that promoted personal and social responsibility 251 (Wright, 2016) . Robert carried out a focus group interview at the end of his study with five pupils randomly 267 selected from the eight pupils he previously identified as exhibiting more challenging behaviors. 268
The interview lasted 30 minutes, was recorded using a digital voice recorder, and transcribed 269 verbatim. Simon and Robert received informed consent from the pupils and their parents andhad permission to engage in their action research project from the head teacher of their 271 respective schools. 272
Data Analysis 273
A practical iterative analysis (Srivasta & Hopwood, 2009) was adopted, where multiple 274 stages of analysis took place from which further ideas emerged, new connections were made, and 275 a deeper understanding was generated (Berkowitz, 1997 ). This approach is based on the premise 276 that qualitative data analysis is highly reflexive, fundamentally iterative, and progressively 277 were recorded, transcribed, and analyzed by Sarah. This analysis involved considering the texts as 288 units of meanings and assigning phrases that reflected these meanings. A constant comparative 289 method of analysis (Glaser, 1965) was then used to identify common themes within the text. 290
These common themes were then shared with Simon and Robert and a 'follow-up' meeting was 291 arranged with each teacher individually. This was to pose further questions to explore any 292 underdeveloped themes and acted as a form of member checking to ensure a shared and 293 accurate understanding of the key themes. A final meeting was held with three co-authors (Sarah, 294
Simon, and Robert) to review the key themes. This also provided a useful opportunity to 295 highlight the similarities and differences in experiences and learning between the teachers,further establishing key themes, but also emphasizing those that were unique to each context. It 297 is important to note that the relationship between Sarah, Peter, Simon, and Robert was one that 298 was already established prior to embarking upon their inquiry. Sarah had previously been 299 involved with Simon in another research project and met Robert at a CPD event led by Peter. 300
Peter had previously met both Simon and Robert, visited their schools, observed their typical 301 teaching practice, and conducted interviews with them. This facilitated numerous open and 302 honest discussions over time, the establishment of shared goals and expectations, thus enhancing 303 the trustworthiness of the reflective and data analysis processes, particularly in relation to their 304 dependability and credibility (Lincoln & Guba, 1985) . 305
Discussion of Results 306
Teacher learning is complex ( experiences. In highlighting why he was drawn to TPSR, Robert said: 319 I knew that I taught the physical skills explicitly and knew that I was only ever 320 reactive to anything in my class for behavior or how they were communicating toeach other. And I needed, I needed something to understand how to teach that, the 322 social aspect. 323
Both Robert and Simon aimed to impact upon the personal and social development of their 324 pupils in the PE context, but also in the wider school community. For example, in justifying his 325 reasons for engaging with his project, Simon said during his initial data-analysis meeting with 326
Sarah: 327
It's a thing that I've long had on my radar, you know, it's something I've always felt. 328
That sport had a, a hook really to get a lot of the pupils that we do struggle with 329 behavior round the school, get them involved and get them engaged wi' school a bit 330
better. 331
Previous research has shown that PE teachers will sustain their efforts in professional 332 learning activities when they understand the direct benefits for their pupils ( ). In the present study, both Simon and Robert 336 described the ways that their past experiences of restorative practices (McCluskey, 2017) , and the 337 importance that they both placed on the development of social and emotional skills in PE acted 338 as a powerful incentive for them to learn about TPSR. They described TPSR as a good 'fit' with 339 their beliefs and previous experiences, or in Deweyan terms it offered 'continuity of experience' 340 (Dewey, 1938) . For example, during his initial data analysis meeting, Robert stated, "we have a 341 restorative behaviour system in the school so I felt like I did marry in with it quite well." 342 However, although both initiated and sustained their learning because of these shared goals, 343
beliefs and values, there were features of their unique contexts that created very different 344 environments for their learning. with 'external experts' who were able to focus on his needs, helping to develop his knowledge, 369 and increase his confidence (Goodyear, 2016) . In this sense, like Simon, his learning was 370 collaborative and influenced by context, but this was a different context. Robert did share his 371 ideas with his PE department, and in doing so, they encouraged him to pursue his studies, 372 offered their time to observe his lessons, and supported him with his reflective practice.However, they did not engage with, and did not seem to be influenced by his learning in the 374 same way that Simon's PE department was. Furthermore, Robert was bound by a pre-375 determined curriculum, with specific learning outcomes that he had to achieve and for which he 376 remained accountable. Thus, the 'ecology' within which his 'agency' was afforded
Experiential and Collaborative Learning 384
Applying the model 'on the job. ' For Dewey (1938) , experience is a process through 385 which we learn. It is an on-going process of interaction between past, present, self and context 386 that allows us to learn from our day to day encounters. An important feature of the teachers' 387 learning in the present study was the way they experienced TPSR, actively engaging with it in the 388 busy, complex, and dynamic context of the school environment. Thus, their learning experiences 389 were shaped by the 'new' ways in which they interacted with this environment. These 'new' ways 390 included being much more explicit before, during, and after their lessons about the social and 391 emotional skills that they aimed to teach. This type of learning 'on the job' can be very 392 challenging for teachers, but particularly in a context where performance or academic outcomes 393 are typically prioritized over social and emotional outcomes (Jacobs & Wright, 2014) . Indeed, 394 both teachers did find this challenging, yet they remained committed to the model and their 'teachable' moments. In other words, they began to see social and emotional behaviors (both 414 positive and negative) as opportunities for pupil learning, rather than as moments to be ignored, 415 or moments where pupils had to be punished. Simon and Robert both explained that when 416 pupils exhibited negative behaviors (for example, not listening, arguing, and being disrespectful 417 to peers) they did not shout at them, they were not punished nor were they excluded from the 418 classroom. Instead, the teachers described how they would use this as an opportunity to discuss 419 the behavior with the pupil so that they might understand the cause of the problem, the impact 420 of the problem and work out ways of learning from the situation. For example, in the final data 421 analysis meeting with Sarah, Robert, and Simon, Robert said: 422
But actually with TPSR, you can let some behaviors go if it's not dangerous or 423
anything. If they're not putting in all their effort, they definitely aren't, they're off task, 424 they've just hit another tennis ball across there, I'll remember that at the end. But thenyou draw them in at the end and it's, 'right here's, here's what I saw' and then we can 426
discuss. 427
In these instances, the teachers were able to draw from their knowledge and past experiences of were different seven or eight minutes later after we had a discussion about it. You 453 know, very much, it very much changed because, because you gave an alternative 454 viewpoint. And then I was able to reflect slightly differently on it. 455
These processes enabled Simon to explore his teaching in more depth, enhancing his knowledge 456 of TPSR, but also giving him more confidence in himself and this approach (Goodyear, 2016) . 457
Robert worked with several external critical friends, including Sarah and Peter, engaging 458 in critical discussions about his teaching, pupil learning and his research beyond the school gates. 459 However, he also had a critical friend from within the school who he invited to observe and 460 discuss his lessons. This critical friend was one of his work colleagues who volunteered her time 461
to support him in his investigation. Thus, she brought her day to day experiences of working 462 with similar pupils in a busy and complex workspace to her observations. Consequently, her 463 feedback was very practical in nature and, at times, intimated some resistance to the model. For 464 example, she would often advise on how she would do things differently, especially in relation to 465 managing pupil behavior. For example, after one of the lessons she suggested: 466
You would say to the class your actions are having an impact on our ability to 467 proceed. Otherwise we're not going to get games or something like that. I 468 thought that happened a bit towards the end but like with the restorative 469 approach that we have some kids just take advantage of it. So, some kids realised 470 that they weren't really going to get a row off you. Sometimes three-strikes is 471 clearer for pupils. 472 Furthermore, because she had taught the class previously and knew them well, there were times 473 when she 'stepped in' to stop low-level disruptive behaviors. Baskerville and Goldblatt (2009) 474 suggest that a precursor to developing any critical friendship should be reflection and discussion 475
around the values, beliefs, and goals of the teacher. Robert's critical friend at times challenged 476 and contradicted his beliefs, values, and goals. However, while he was initially rather frustratedby her perspective and comments, it resulted in an emotional and embodied response, and thus a 478 richer learning experience and a deeper understanding of his teaching, pupil learning, and TPSR 479 (Armour et al., 2017; Dewey, 1938) . 480
Understanding the Pupils' Perspectives 481
A more democratic and positive learning environment. In line with previous studies 482 that have explored the impact of TPSR on pupil learning (Pozo et al., 2016) both teachers 483 believed that one of the main benefits of using TPRS (and carrying out their action research) was 484 that it encouraged them to talk to their pupils more. This then helped them to develop more 485 positive and respectful relationships that involve listening and responding. Simon never shouted 486 at his pupils. They did at times demonstrate some inappropriate behaviors, but Simon dealt with 487 this during his relational time, or he invited the boys themselves to solve the problem. For 488 example, during the volleyball sessions, most of the boys wanted to play football with the 489 volleyball. To stop them from kicking the balls, Simon asked the pupils to think about how they 490 might be encouraged to stop kicking the ball so that they would not be damaged. They came up 491 with a '3-strikes and you are out' rule which they applied successfully and complicity. This example 492 is typical of the lessons Simon taught, where he engaged the boys in discussions, listened to their 493 views, responded to their suggestions, and helped them to evaluate their outcomes. This 494 provided them with opportunities to make decisions and take on board leadership roles, 495 opportunities that they usually responded very well to. 496
Creating as many opportunities for leadership and decision-making was more difficult for 497 Robert, especially in the context of swimming. However, he did manage to do this during the 498 football session and, even in swimming, the pupils were offered choices about their learning. For 499 example, while the school curriculum dictated that the pupils had to develop stroke technique, 500 the pupils were also offered choices and opportunities to engage in alternative water-based 501 activities, such as water polo or volleyball. This involved discussion, negotiation, and 502 compromise. It gave Robert an opportunity to build his relationship with the pupils and allowedhim to model respectful behaviors. Given the difficulties that Robert had in the swimming pool 504 with TPSR, modelling respect became one of the main ways in which he attempted to promote 505 personal and social responsibility. He frequently highlighted to the pupils the positive ways in 506 which they interacted with him on a one to one basis and challenged them to do the same when 507 communicating with each other. If pupil interaction was positive, he would question the group 508 on the effect this had on classroom atmosphere and challenged them to continue to interact 509 positively with one another beyond the PE context. 510 Pupils' understanding of TPSR. Although Robert had a larger class compared to Simon, 511 which sometimes made it more challenging to communicate effectively with all pupils, many of 512 the pupils in his class were highly aware of his learning intentions and he did observe changes in 513 levels of self-control and respect for some pupils, although not always consistently. During one 514 of the post-lesson discussions with his critical friend, she stated, "I thought that a group of the 515 lads who would be kind of your messers, I saw them taking a leadership role, telling their mates 516 to be quiet." 517 However, Robert also learned from his pupils that some of his learning intentions were not well 518 understood. For example, the focus group interview with his pupils Robert learned that the 519 pupils did not understand what he meant when he said: 'set yourself a behavioral goal for the lesson'. 520
One of the boys explained, "I did some behaviour goals but they are quite hard to come up with 521 so I think you should give some suggestions before you do it because it's quite hard." Another 522 said, "I never really remember them because you think about them in your mind at the start and 523 then you just forget about it." 524 This was an important learning opportunity for Robert and had a direct impact on his practice. 525
During his final data analysis meeting with Sarah, he explained that he continues to be more 526 explicit with his pupils about what respectful, cooperative, and supportive behaviors look like, 527 using both his and his pupils' behaviors as examples. In addition, he is now more aware abouthow he communicates with his pupils and understands that they might interpret him in ways that 529 he did not intend. 530
Interestingly, while the boys from Simon's class did not raise the issue of language or not 531 understanding his instructions or questions, it was discussed frequently by Sarah and Simon. 532
There were several comments made in the post lesson discussions and reflective notes where 533
Sarah and Simon both had a concern about the language that was used in the TPSR literature, 534
and how it may not be a language form that the pupils were familiar with. Consequently, each 535 week, Simon made slight changes to the ways in which he presented the lesson objectives, 536 gradually moving away from some of the terms used in the literature towards a language that the 537 boys could relate to. This is exemplified in Sarah's post-lesson notes from the third lesson: 538
Simon started off by looking at the learning intentions and the success criteria. 539 Interestingly, they were not presented in the same way as before. They were not 540 presented as the 5 levels. They were really clear and simple statements about how they 541 should behave and to consider how their behaviors might impact on others. This made 542 more sense to me and I think more sense to the boys. 543
This on-going reflection and change may have been why the boys that Simon spoke to all 544 seemed to have a very good grasp of the things that Simon was trying to achieve in each lesson. 545
Indeed, Simon was surprised at how articulate they were in recalling the ideas that they were 546 presented with. They recognized that this was a different experience from their 'usual' PE 547 lessons, one that aimed to improve their behavior in PE and the wider school context. During 548 the paired interviews, they appeared to understand how to behave well in PE, and indeed they 549 did behave well in PE. However, they also discussed that they found this very difficult to do in 550 other contexts. In other areas of the school they described how they felt targeted by some 551 teachers and that they saw little relevance in the topics they had to study, both factors 552 contributing towards their disruptive behaviors in class. 553
It appears, therefore that the smaller class size that Simon was afforded allowed him to connect 554 more frequently with this small group of boys in this PE context. Hellison (2011) , who did much 555 of his work in alternative schools and after school programs with smaller class sizes (e.g., 10-12 556 pupils), has noted that it is easier to individualize instruction, build pedagogical relationships, and 557 create a more democratic environment when teaching smaller groups. Despite some challenges 558 associated with class size, several reports indicate TPSR can be implemented with larger classes 559 (e.g., 25 to 35 pupils) in more typical PE programs (Pozo et al., 2016 ). In the current study, 560 despite the different contexts in which Simon and Robert operated, both teachers faced similar 561 challenges with their learning and teaching. 562
Overcoming the Challenges of Teacher Learning 563
Challenges, doubts, and discomfort. Pedagogical change can be extremely challenging 564 for teachers ). It can be a slow process, with many barriers to overcome, 565 accompanied by enduring feelings of doubt and uncertainty. Both Simon and Robert noted times 566 during their inquiry where they had doubts about the project and their teaching. During the 567 initial data analysis meeting with Sarah, Robert said: 568 So I'm trying not to judge, so I feel like with learning TPSR, my teaching's also almost 569 sometimes taken a step backwards because it's not an automatic process of teaching. 570 I've gotten into a way of teaching that's comfortable to me. And so learning TPSR and 571 implementing it, there's a lot going on in your head. It's like being a probationer and 572 being in front of you class and learning the curriculum. 573
Simon found it difficult to move from a teaching approach that focused on the development of 574 movement skills. He found it a challenge not to slip back to focusing more on the technical 575 development of skills, rather than remaining explicitly focused on the development of social and 576 emotional skills. Class size and activity type were identified by Robert as major challenges. He 577 felt that swimming was a difficult activity to apply TPSR effectively because of his concerns 578 around pupil safety. He felt that he had to be able to observe the class at all times, which made itdifficult for him to have one-to-one time with the pupils, a problem that was intensified by the 580 poor acoustics in the swimming pool. 581
While there were some differences between the teachers in terms of their challenges, they 582 both explained the difficulties they had in moving away from an approach that they were 583 comfortable with. They highlighted the discomfort they felt initially when 'let certain behaviors 584 go' to create teachable moments to deal with behaviors in a more positive and democratic way. 585
This discomfort was especially intense for Robert, who also had his colleague observing his 586 practice, a colleague who perhaps did not understand TPSR in the same way. As a result, he 587 became highly sensitive and even critical towards his own practice and felt the need to justify 588 himself and convince her of the benefits of using this approach. Simon also became more 589 sensitive towards his teaching, but was less self-critical, possibly because he worked so closely 590
with Sarah who was able to offer a more knowledgeable and positive perspective on his work. both Robert and Simon began to recognize that meaningful pedagogic change takes time. They 594 discussed how they felt like the change process was much slower than they expected, and that 595 they have become more aware and accepting of the fact there may be significant periods of 596 difficulty and challenge that must be overcome before any noticeable change takes place. For 597 example, during his data analysis discussion with Sarah at the end of his project, Simon said: 598 I think I've seen some changes. I suppose part of it's almost in my, my mind-set shift 599 is probably how I've overcome it because instead of looking at it and thinking that I'll 600 see vast changes in their behavior across the school overnight, I've gottae look for 601 almost sorta small targets, small goals within that. 602
Despite this challenge, both remained very positive about TPSR, describing again how it allowed 603 them to build on their previous practice and it aligned with their values around education and 604 physical education. Martinek and Hellison (2016) highlight that learning to apply TPSR incontext is extremely challenging, but that challenges can be overcome with a commitment to and 606 a belief in the core values of TPSR. This is evident in the present study as both teachers continue 607 to apply and investigate their use of TPSR in a supportive and collaborative learning 608 environment, creating time to reflect on their learning with their pupils, their peers and with 609 Sarah and Peter. In addition to learning through their own inquiries, the collaborative nature and 610 process of analyzing their data and writing this paper has also given them the opportunity to 611 learn from each other. They were able to draw from their experiences to discuss the various ways 612 in TPSR might be used in different contexts. These discussions further highlighted the value in 613 working collaboratively, with both teachers suggesting that they may in the future find time to 614 observe each other teacher in the next phase of their professional inquiry. 615
Summary and Conclusion 616
Armour et al. (2017) proposed a framework that recognises the complexity of learning in 617 context, where teachers develop knowledge for action (bridging research/theory with practice) 618 that supports their professional growth throughout their career. Consequently, they propose that 619 the core focus of teacher learning should be "practice itself (i.e., embedded and contextualized); 620 learning is dynamic (active and requiring time for reflection); and it is never ending (continuing)" 621 (p.10). Reflecting this view, the action research projects that the teachers in the present study 622 carried out, encouraged them to explore different ways of engaging with their learners, reflect, 623 discuss, and plan activities that have taken them on a learning journey that continues to this date. 624
A number of factors have shaped this journey, including their unique contexts. Simon's 625 investigation derived from his collaboration with and support from his SLT. Robert was 626 supported by his school but was perhaps more motivated and supported by factors that were 627 external to his school context. However, these were not the only factors that influenced their 628 learning. For example, both teachers had a strong and intrinsic desire to learn, do the best for 629 their pupils, and both had core values that aligned well with those of TPSR. These core valuesapply a variety of 'new' teaching strategies, talk more to their pupils, change their own behaviors, 632 and importantly, reflect with others to evaluate the impact that these changes had on them and 633 their learners. Their experiences of learning to apply TPSR in context have provided a platform 634 to explore their learning, develop their understanding, and create new knowledge that will 635 ultimately influence future experiences (Downey & Clandinin, 2010) . This reflects Dewey's 636 (1938) notion of learning as growth, where learning is an on-going process of experience and 637 sense making (Armour et al., 2017) . Importantly, they did this despite at times feeling 638 uncomfortable and despite not seeing immediate changes in their pupils' behaviors. This may be 639 because such deep and collaborative engagement in learning has enabled them to develop a 640 critical understanding of TPSR so that they can adapt and apply it flexibly to focus on the 641 specific needs of their pupils. 642
Teacher learning is difficult and complex and those responsible for organizing learning 643 opportunities for teachers need to consider the environment required to nurture teacher 644 learning. However, this research demonstrates that teacher learning can take place even when the 645 support structures within the school are perhaps more passive. There is evidence from the 646 present study that when teachers are committed to their own learning, prepared to devote time 647 to their learning, and when the subject of their learning aligns with their core values, professional 648 needs, and the needs of their pupils, then they will seek support from elsewhere and pedagogical 649 change is possible. Research often reports that teachers fail to engage in professional learning 650 because of the various pressures and constraints they are under from other areas of the 651 curriculum and school life (Muijs & Harris, 2006) . The teachers in this study were not immune to 652 these pressures, yet they still devoted time and effort to their learning and inquiry. Understanding 653 why some teachers appear to be more committed to professional learning is an area of research 654 that requires further consideration. Future research might consider investigating teacher learning 655 from a broader perspective to understand how it is positioned among, and interacts with, their 656 other professional responsibilities. There are perhaps also implications here for Initial TeacherEducation providers, who might consider ways in which they could nurture an enduring interest 658 in teacher learning and action research, and support the development of skills that will enable 659 pre-service PE teachers to navigate their learning journey in an extremely complex and 660 demanding space. 661
